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INTRODUCTION 

Nowadays the scientific literature highlights that, even though there are certain common cognitive and motivational predispositions in all human beings, their development and preciseness depend on the environments and socialising agents that take part in the psychological construction of the child. There are certain basic cognitives, as Cole said (1981), whose putting into practice and preciseness depends on the nature of the specific learning that favour the learning experiences. This means, there are universal type cognitive basics (capacity to generalise, to remember, to form concepts,...). However, substantial differences are also given in the ways of using said capabilities in specific situations and are related with different types of educational experiences. Along the same line, there are also motivational predispositions (Huertas, 1997) which allow the child to be pre-adapted to the environments. In this way, for example, all children like to explore, but it will be the way in which the environment channels this trait and the tools that are available which determine the type of predominant curiosity at that moment. 

In other words, the child is not put after birth patiently to receive what arrives into the surroundings with the minimum resources that are available, but he/she acts with this environment. The information is not received and is accumulated but the child plays with it, interpreting it and negotiating with everything that is provided.

Development depends on environment, the atmosphere that surrounds the child. What is there in this environment? Basically two things: a specific space and time and other things that are in that space in relation with the child (socialising agents). Both make up what we call scenes and make the psychological construction of the child possible. 

One of the most transcendental socialising scenes is educational. Education as everybody knows fulfils, basically two basic principles: on one hand, provides different learning, which is the precise aim par excellence and, on the other hand, takes a very active part in what we call the total psychological construction of the individual.

From the time of the first pedagogues from Samaria and Greece, the educational institution, in order to fulfil its educational role, has served as an interactive medium, perhaps because it is the most natural medium for learning between humans. 

In this sense, we can affirm that to teach is basically to communicate (see Edwards and Mercer, 1987; Edwards and Coll, 1994). Nobody will deny that it is the preferred instrument in the classroom which has to do with different types of speech, spoken, written or expressed. In these not only content is transmitted, but ways of regulating actions and ways of expressing intentions. In order for this discursive process to exist it is necessary to create a minimum interactive framework. In a manner of speaking to face up to the problems of education is to have to work with circumstances that determine communication and interaction in the classroom.

Being very schematic, the reasons that lead us to learn from interaction with others has become explained in a different form in three large theoretical frameworks, which for us does not appear to be the second place which is so excluding in itself: the theory modelling, the cognitive conflict and that of inter-subjectivity. 

The modelling is defined as that learning that happens during the interaction with people who control a specific task and who serve as expert models (see, for example, the revisions of Zimmerman and Blom, 1983a and b). On the other hand it is known that, from the piagetian point of view, it stands out when the learning is produced in a group framework of interaction. The reason that justifies this advance in knowledge is in the small and large conflicts which are generated between equals. It closely depends on the opposition of the points of view (see the set of work of Murray).

Today what is being proposed is an alternative to modelling or to conflict, other learning mechanisms, more centred on collaboration, communication and an exchange of knowledge. What is hoped for is to create some teaching situations where occasions are promoted so that people share and build in the same reference framework, which brings about an enriching of previous knowledge. At present we are setting off in the search for settings that bring about the possibility that the trainees do so with a set of meanings which are created and shared. 

If it is making a transcendental role for joint communication almost as a synonym of education, we should like to highlight that, at the time of evaluating the students or of oneself, the teacher always has to look for ways to also know the method and the quality of these pre-requisites of interaction and construction. It is worth thinking about the level of collaboration between members of groups, the level of negotiation of meanings and senses, likewise, how to know the level of mastery of the basic skills for the setting up of new joint activities and their capacity for regulation of the action and of communication. 

The Cazden group has highlighted different studies such as the conversations regulated by structures of extremely simple and stereotyped interaction such as the IRE type (initiation from the teacher – response from the pupil and evaluation by the teacher). These formats which are generally more rigid contrast with the freshness and flexibility of communication between equals. This contra-position generates very rich ideas, such as, for example, the need to set out reversible communicative formats, bi-directional and more natural for the learning and the teaching. 

Other recent work (see Coll and Onrubia, 1997) continues making proposals about methods and units of analysis of communicative interaction in the classroom. The examples that they state allow for the exploration of some discursive fundamentals in education: those that have to do with help and the ways of controlling the activity which the teacher usually resorts to. 

What happens then when a child has serious limitations in the reception of the stimuli from the environment due to the fact that its senses of sight and hearing are affected? It is clear that the learning and the development of a deafblind child is going to be very sensitive to influence of the environment that is provided or not by the stable carers, a predictable or unpredictable environment and a family and school environment that is receptive or not to the action of the child and the demands for attention and the effect. To sum up, we are highlighting the important role of an environment  that generates a certain feeling of control on the child. 

In this sense, the development and learning require a stable social and linguistic stimulation for it to materialise. For this, there are two basic objectives in this educational practice: connect the child significantly with the environment, and that he/she acquires a system of communication. This means, power to influence and power to be seen to influence. In order to achieve these objectives it is fundamental to struggle first, that the child tolerates and accepts the adult and that it co-operates, that it lets it “guide”, and, in addition, gives it time for it to give an answer.  (Kirk, 1993; Martin, 1994; Park, 1995).

From the first moment, the communication will be very basic and elementary, by means of natural gestures and objects, but steadily the teacher will go on providing the child with a formal system of communication (sign language, dactylology and, if it is feasible, oral). The most important is to establish a means of communication as soon as it is possible which will let the child relate with its social environment, communicate ideas, feelings and wishes. In accordance with Gómez (1994), the deafblind child will need many similar interactions in the same context and many interactions in different contexts in order to understand that the same type of interaction has different meanings in line with who is taking part and how it is carried out. 

In this sense, the evaluation of a pupil in an interaction situation requires the identification of the meaningful interactive systems for the pupil in the classroom (Sundberg 1977; Fernández Ballesteros 1982, 1992; Pintrich 1996). The inventory of tasks, activities and places must consider the most important international patterns for the evaluation. It will be necessary to study the characteristics of each one of such systems, the structure, the process and the development of the pair teacher/pupil, likewise the physical environment. This means, aspects such as the rules of interaction, types of communication, transmission of emotions, mobilisation for action, etc. 

The codes of the observation categories for the evaluation of the interactions will have to take in a classification of the behaviour and/or contextual circumstances which one is trying to observe, and it must be put together and regulated as the observation is going to be carried out. These codes allow a wide number of activities to be observed, supplying information about behaviour and/or complex interactions, and make possible the comparison between individuals and research. 

In the process for the formulation of the codes it is essential to take into consideration the recommendations supplied by Bakeman and Gotman (1986) and which we can summarise as:

· Choose a suitable level or levels  of analysis, the degree of molality/molecularity with which we define the unit of analysis in line with the theoretical and methodological needs.  

· Carry out an asystematic observation before. 

· Use categories within the same level of molality/molecularity, which are homogenous and with sufficient level of detail for the problem which is the object of the study. 

The interest of our study lies in the registering of the interaction and not only the behaviour of the pupil or that of the teacher or only the environmental variables, because our interest is not  of obtaining estimations of the rate of behaviour but in obtaining clues for the formulation of functional links by means of which knowledge is constructed. From this perspective, one basic aspect of our work lies in the making up of an observation code which will allow us to analyse the interaction and the deafblind pupil’s learning process which is present in the context of the classroom. 

OBJECTIVES OF THE STUDY

The general aim of our research is made up of identifying the relevant factors that take part in the acquisition of learning in an educational context of teacher/pupil (the class) interaction, precisely in a group of people, the deafblind pupils, who have serious communication limits.

For this, we set out a double question. On one hand, from what type of patterns of action of the teacher does it contribute to creating environments achieving the interest of the deafblind pupil and so makes an effort to learn (in the initial stages of the development). On the other hand, what we can do so that the interaction between the pupil and the context improves, in such a way that the educational objectives followed are achieved. 

In this Conference, we are presenting an advance of our work; specifically the Code of Observation that we have made up and some initial results obtained after their application to a sample of deafblind pupils.

METHOD 

Participants

The participants in this study were the following:   

· Ten deafblind pupils from ERC (Early Resource Centre) Antonio Vicente Mosquete of the ONCE, with ages from 6 to 16 years. For the selection of same the following criteria was taken into account:

- the level of sensorial deficiency, sub-divided into two categories: visual deficiency (blindness and visual impairment) and hearing deficiency (serious/moderate and slight);

- the level of functioning or general competence, evaluated by the class teacher, sub-divided into three categories (high, medium and low).

· Five class teachers where the children are schooled.

Materials and  procedure

In order to identify the type of tasks most frequently carried out with this group of pupils, a questionnaire was designed in which these were organised into two large blocks: a) tasks with a strongly communicative instructional content; and b) tasks with a strongly manipulative-logical content. In this way each teacher chose typical examples from each block. From this data the sample of curricular tasks that was going to be observed for each pupil was finally made..

The observation was made in natural classroom situations and by means of the register of category codes and recorded on video. The recordings were made on specific learning tasks and completed in order to observe the sequence followed. The tasks that were recorded were chosen from amongst those that are habitually carried out in the classroom, without introducing any modifications whatsoever, for the purpose of a recording as natural as is possible.

In order to check the viability of the tasks indicated by the teachers and with the aim of solving technical questions that affected the video recording, an asystematic observation was carried out with four pupils. The results of said pilot trial were satisfactory.  In such a way that there were no changes in the types of tasks that were initially chosen. However, some adjustments were introduced relative to the recording process (focussing, framing, etc.) and, a start was made on an observation code that would finally be applied. 

To sum up, for each pupil the interaction and carrying out of two groups of tasks was observed: communicative and logical-manipulative. From each group the action of the pupil was recorded in the three different tasks. In this way each pupil had 6 different tasks recorded. Said activities were recorded from the start until the complete end. The materials that were used by the pupil and the specific instructions that were received from the teacher were the normal for these tasks. 

Each recording was analysed in accordance with the observation code for the analysis of the task carried out for the purpose. This code allows different aspects of interaction, of instruction and of performance of the pupil and of his/her teacher to be known for each task. The structure- as shown in figure 1 – in three parts: setting of the task, development of same and its way of finishing; analysing similar indicators: type of instruction; type of help; ways of recognition, praise and mutual criticism; attitude of the pupil during the task; pupil performance; interactions not related to the task. 

When the codes were available for the first three tasks observed, four judges submitted their findings to the appropriate reliability analysis.  This analysis came out very satisfactorily for the majority of the observation categories except that in some cases what was done as an adaptation of the categories and of the criteria for the recording and a new analysis of reliability was made between judges of other tasks. Finally, an average reliability was obtained of 0.76, which is considered more than acceptable taking into account the criteria used in psychometry and the characteristics of this type of observation. 

First results and conclusions.

As we have already stated before, in this communication we are only going to make reference to some data that comes from the first moments of the analysis, given that the research where it is made up is at present in progress. In such a way we are going to mention, more as a way of illustrating that of the results finished, some of the data are more relevant than that we are obtaining.

In what is referred to as the type of help or collaboration that the teacher gives throughout the performance of each task, to mention that the most frequent help is: To take the child by the hand during the task, without it completely finishing it (22.7%); giving him/her a direct instruction (20.7%); next appears to give him/her a very general verbal instruction, such as think, pay attention (14.2%); and the modeling (10.5%). Our data indicates that there are some important peculiarities if we take into account the level of sensorial affectation of the children in our sample. In this way the children with more sensorial affectation needed significantly more help of the type To take the child by the hand during the task, without it completely finishing it than the children with less affectation. The latter, however, have received significantly more general help of the type a very general verbal instruction, such as think, pay attention , than those with a higher level of sensorial deficiency.

The first data seems to indicate that the help of the teachers is seen as clarification to those ideas about the possibilities of recognition and learning of the children; in such a way that the greater the sensorial affectation the more controlling is the collaboration of the teacher. 

A remarkable set of the observation categories made reference to the ways and means that appeared recognised, praising and on the contrary, scoldings or reconsiderations throughout the pupil interaction. The first data highlight that the number of recognitions and praises is very numerous, around  42% of the time that the interaction took place. That of the tellings off and criticisms is of 18%. It is striking that in 60% of the interaction there is on the part of the teacher information of the evaluative type about how the task is being carried out.. 

In general the type of praise and criticism is almost always social, gestures or signs, hardly was the tangible, material reward or punishment used. Curiously most of the evaluations that are made, be they positive or negative, are usually very little explanatory. This means, attributions are not usually in abundance, whatever type they are, which serve to explain the reason for the evaluation carried out. This pattern of recognitions also happened at the end of the task, when the teacher had to evaluate in some way the performance of the child. On this occasion the children were not given full information on the reasons which explain their achievements and problems. 

Observation on the type of performance that these children achieved in these tasks is very similar for all of them: they need constant help and observation in order to guide the work of the children and to avoid them being distracted during the performance of the tasks. It is advisable to point out that the performance in the logical-manipulative tasks is somewhat worse than that obtained by the complete group in trainees more focussed to improve the communicative skills. 

The analysis of the observation of educational interaction with deafblind children is allowing us to throw some light  in addition on to what type of aspects are more advisable to know in a more controlled and explanatory way. This means, in addition to knowing what the pupil-teacher interaction characteristics are like, we can try to design small studies Quasi-experiment in order to find out more thoroughly the effects of specific factors that theoretically can be suitable in order to improve said interaction. In this way, for example, we are going to work with the effect of tasks that allow some level of choice and independence as well as providing more sense of personal usefulness in this learning. On the other hand we are going to try to know the effect that a better controlled interaction has in the performance of these children. To sum up, our basic intention is not only to describe what the educative interactions are like with deafblind pupils. We want to contribute our small grain of sand in order to improve the development and education that these pupils, like any other, need for their personal construction as efficient and independent citizens.
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